In this paper the political in evaluation is discussed. The political in evaluation is about issues such as values in society, the regulation of human relations, meaning-making and conceptions of the surrounding world. The 2003-year national evaluation carried out under the responsibility of the National Agency of Education in Sweden (NAE) will serve this purpose. By providing a description of previous national evaluation activities, the NAE-evaluation is situated in a context of national governance. Thereafter the evaluation is described and analysed in more detail; the NAE-evaluation in the school-subject art in particular. It is concluded that this evaluation not only directs teachers' and pupils' attention to what kind of knowledge should be learnt, but also in what ways. The paper ends by questioning if such evaluation strategies support professional autonomy and pupil influence, and if evaluators really want to be the kind of governing instruments such national evaluations imply.
To Govern in Silence? An essay on the political in national evaluations of the public schools in Sweden
Evaluation is inescapably a political activity in that it is closely tied to the idea of change and to the exercising of power and control. To make clear the ambition of this paper, I will adopt the distinctions concerning "the political" about evaluation made by Dahler-Larsen (2003) . In using the English terms "policy", "politics" and "the political", Dahler-Larsen points to evaluation as political in that: -evaluation policy is an agreement of how evaluation is to be carried out -evaluation politics is the political power game about "who gets what when and how" (p. 2) -the political in evaluation is about wider issues such as values in society, the regulation of human relations, meaning-making and conceptions of the surrounding world.
This means that evaluation policy may be conceived of as how evaluations are and have been viewed as planned and preferred strategies for evaluation. Desirable ways to carry out evaluations within particular policy domains over time, and different views on how evaluation best can promote policy-and decision making at different levels in an organization, are examples of that. The concept evaluation politics leads to issues of how interests, powers and ambitions of individuals and groups are played out in the game of evaluation. It is for example possible for individuals or for interest groups to use an evaluation as a means to delay decisions, to cast certain aspects of an enterprise in a better light or to advance careers (House, 1994; Vedung, 1991) . The political in evaluation concerns matters like how evaluative activities shape our understanding of our (preferred) selves, what characterize modern organizations, how learning is to place, etc. Evaluation processes are political in the sense that the power of how to perceive the world is embedded in the entire evaluation process, and in that the evaluator is part of transmitting certain conceptions.
As Dahler-Larsen, I too claim that evaluation policy and evaluation politics are both made explicit to some extent, but that the politics in evaluation has been sadly ignored. This paper is an attempt to discuss the political in evaluation. The national evaluation of 2003, carried out under the responsibility of the National Agency of Education (NAE) will serve this purpose. I will inevitably also have to deal with evaluation policy and evaluation politics. Providing a description of previous national evaluative activities, situating the 2003-year national evaluation in a context of national governance does this. The paper starts with the latter.
A history of national evaluations
Public education in Sweden has been evaluated for a long time. In the end of the 1800s and the beginning of the 1900s, state school inspectors travelled around to ensure that public schools existed, that a minimum of facilities and materials were provided and that the required content was adequately taught (Johansson, 1991) . However, it was not until after the Second World War that more comprehensive national evaluations were carried out. They were not called evaluations, but were often carried out in the form of public national commissions (SOU). At that time, there was a belief that political decisions should rest on scientific demonstration of the best direction to go. There was a strong commitment to rational planning. Educational reforms were often decided on after a period of pilots, where different methods or approaches were evaluated (quasi-experimental comparative design or evaluation approaches using aggregated data on pupil outcomes, Lindensjö and Lundgren, 2000) . This way to reform education and other social public enterprises was to be called "the rational reform paradigm" (Wildavsky, 1979) .
The major school-reforms during the 1960s and 1970s were carried out in this spirit and evaluations were often undertaken in advance of reform decisions and implementation. In the end of the 1970s, national evaluations of the reforms showed that one of the most important goals of the reforms, social equalization, had not been attained. Rather, the problems of equal access to education had moved to the secondary and post secondary levels in the education system (Lindensjö and Lundgren, 2000) . How to explain the failures, and how to stimulate better implementation, was a challenge for evaluators and policy-makers. Up to this date most evaluations directed at the national level still relied on pupil outcomes measures (tests) and although they described the outcomes, they could not explain the shortcomings well.
A call for more process-oriented national evaluations
The shortcomings of product-oriented evaluations as a tool for development and change, and for a more thorough understanding of educational processes and their outcomes, were pinpointed in the 1970s. At a memorable conference in Cambridge, evaluators critical of the predominant evaluation discourse, put forward several new, more process-oriented evaluation approaches. (For an overview, see Franke-Wikberg and Lundgren, 1980 , 1981 . For a followup, see McLaughlin and Phillips, 1991 . These approaches were to direct more attention to the "the black box" of educational processes, and by that give rise to a better portrayal of the complexities of the human, social and relational processes of education. As an interesting byproduct of this development, the schisms between proponents of quantitative and qualitative approaches developed. 1 In the 1980s, the National Board of Education (Skolöverstyrelsen) drafted a design for a national evaluation program of the comprehensive school (grundskolan) to be implemented the coming decade (Franke-Wikberg, 1989) . Five professors in education entered the debate in order to criticise the proposed design of the evaluation program, arguing that its emphasis on pupil testing did not produce information helpful for understanding and defining deficits and problems related to the fulfilment of the goals in the national curriculum. Also, testing in school-subjects could not measure other overarching goals like the fostering of democratic citizens, compassion with less fortunate people, care for the environment, and such like.
A new doctrine and system of national governance
In the last decades national governance of the public school system has changed in character. The doctrine of the rational reform paradigm with its emphasis on central planning has given way to a decentralized, goal and result oriented system of national governance. Reforms are now launched before thorough evaluations have been undertaken. National evaluations are used to check whether or not the reform is "on track". As such, they can be viewed as an instrument for real-time or continuous policy-making where the boarders between national policy-making/policy-makers and national evaluation/evaluators are blurred (if that has not always been the case?).
Simultaneously, the implementation of the New Public Management (NPM) doctrine has lead to an increase of evaluative activities at all levels. In Sweden, this development is said to be linked to decentralization and devolution of power. In decentralized public organisations, there is supposedly a larger need for the higher levels to exert control over the lower levels. But NPM has been implemented in educational systems that have transformed from decentralized governance to a higher degree of central/national governance (England for example). This suggests that NPM has other intrinsic values and is not only about central/peripheral control. NPM permeates education systems in ways and with techniques that involve every person in the control and accountability of educational activities (Power, 1997) . Little is said of the problems these types of evaluative techniques create for separating and making visible different kinds of accountability and responsibility (for further elaboration see last paragraph of the paper).
A national evaluation of today
National evaluations of recent date still focus on tests of pupils in different school-subjects, measuring their level of knowledge and whether or not this compares favourably with the goals set down in the national curriculum. However, efforts are made to collect information of "the process", i.e. to undertake more process-oriented evaluations. Independent of how evaluations are constructed or designed, they will have an impact on the evaluand 2 (Patton, 1998; Kirkhart, 2000) . In educational contexts, this phenomenon is more generally known as "teaching to the test". In order to discuss how national evaluations of today may impact educational practice, the latest national evaluation will be described and discussed.
The national evaluation of 2003
As a researcher contracted by the National Agency of Education (NAE), I have inside know-ledge of the development of evaluation instruments for the national evaluation of art. I have participated in researcher conferences with researchers contracted for the same purpose but in the school-subjects of music, home-economics (hemkunskap), craft (slöjd), social science and religion. Information about other school-subjects (e.g. Swedish, English, science, etc.) have been gained from the NAE conference site for researchers and administrators engaged in the 2003 year national evaluation.
A general observation is that the evaluation design for the over-all evaluation (all schoolsubjects) is predominantly focused on questionnaires to pupils and teachers, with a strong comparative approach when it comes to school-subjects. There is also an effort to capture the views of pupils and teachers on more common issues related to the general curricular goals, school-climate, self-esteem and the like. In specific questionnaires and tests, separate schoolsubjects are evaluated. These instruments are mostly constructed to measure pupil knowledge or particular individual traits. In some of the so-called aesthetic school-subjects, like art, the evaluation design also includes what has been labelled "process studies". All in all, the total national evaluation effort is directed toward collecting information on pupils' and teachers' views, the school context, and on subject-based performance. Any set of questions in an evaluation can be analysed with respect to content to get an idea of the evaluation criteria. This will however not be done here (but is another important topic to be covered in studies concerning impact of evaluations). The content of the evaluation will foster understanding among teachers and school administrators about what is considered important in the public school today (Segerholm, 2001) .
A particular process evaluation approach
What will be pinpointed in the following text is the emerging practice to emphasise "process information" in national evaluations. Now, process is a complex concept, and in educational settings it may mean different things. To study or evaluate an educational process can mean for instance to study the learning processes of individual pupils, the teaching of individual teachers, or group based activities in particular contexts. Different factors will be given attention depending on what direction and level is chosen in an evaluation. In other words, in order to know what information is needed, it is important to define what is the evaluation object and therefore the level of analysis. In the 2003-year NAE evaluation of arts, the evaluation instruments developed for the process study indicate that it is the pupils' learning process that is of interest. The same can be said about evaluations of crafts and homeeconomics. In the art evaluation, the main information is collected through one type of portfolio method based on work of Lindström et. al. (1999) . Each pupil collects work and documents of his/her work process in accordance with preordained dimensions (set by the evaluators) in a portfolio. The teachers collect the portfolios and assess the students. The portfolio method is an assessment method that integrates learning and assessment. As such it emphasises the autonomous learner, the child that can discipline her-/himself to document the steps in a learning process in a particular way. This instrument penetrates far into the teaching and learning activities of the individual pupils and teachers. If this instrument is considered along with the rest of the evaluation instruments and the kind of questions (and thereby criteria) asked, the evaluation is not only directed to the academic results of the pupils, but also directed to the way they and their teachers structure and understand the learning processes, i.e. to the detailed form of the educational practice. Thereby, this national evaluation not only identifies what kind of knowledge is worth knowing, but also in what way it is to be gained. The national evaluation interacts directly with the learning-and teachingprocess of individual pupils and teachers. By that the evaluation is an instrument of construction of meaning, of how to understand and assess yourself and the world around you.
Implications
Clearly, this impact of evaluation is much more profound compared to what can be achieved by a pure result/product-oriented evaluation approach. Although this conclusion may be visible for people interested in studies and research on evaluation, it is not always easy detected by the teachers or evaluators. Evaluations has a history of being viewed as objective, unpolitical and detached, leaving planning and decision-making, etc. at the national level to politicians and decisions at the service level to the professionals. Evaluation is not commonly understood as yet another way to govern. For the professionals, the type of governance by evaluation that is sketched in this paper is therefore not visible and talked about in terms of governance. Neither is it talked about or understood in terms of political in that it shapes educational practice and pupils' and teachers' general conceptions of how learning takes place, is to be promoted and assessed. The Education Act and other national requirements (the national curriculum and subject grade criteria) are the national governing instruments teachers identify. Moreover, in the decentralized governing of today's school-system, it is said that the professionals (teachers) are the ones who primarily decide the forms of the educational processes together with the pupils.
It can be questioned if such professional autonomy is really at hand, and if they are not instead governed in silence. It also seems as if evaluators become even more integrated in national governing and policy-making in our decentralized school-system than previously, when process-evaluation approaches are used that interact directly with the teaching and learning process of individual pupils and teachers. Do evaluators/researchers want to be silent national governing tools? Is it their wish to take on this political responsibility? Do evaluators recognize their power to shape pupils' and teachers' view of themselves as learners in evaluation -the political in evaluation?
